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Abstract 
Observation is a powerful tool for assessing and monitoring a teacher’s progress. Used well, it can also be a way to support 
teachers, because observation gives such a detailed picture and enables very specific objectives to be set. Observation and giving 
feedback are very complex skills, which need training and practice. It seems important no research devoted on Iranian EFL 
teachers' perception of being observed during their teaching. The aim of this study is to explore the perceptions of EFL teachers 
concerning being observed during teaching by a supervisor. A reliable and validated questionnaire for teachers (N= 34) and semi 
structured interview was used to collect data on perceptions of EFL teachers concerning observations during teaching by a 
supervisor. The collected data were carefully recorded in SPSS files and analyzed using frequencies, descriptive statistics, and 
inferential tests. The overall finding of the survey showed that teachers in those observations tried to please their supervisors and 
ensure supervisors that they adhere to the program policy because they were worried about the consequences of getting the 
‘unsatisfactory’ rating by supervisors and even being fired. Further analyses and interview findings indicate that teachers 
sometimes feel that they are not being sufficiently challenged, and that the observation and feedback is only superficial. 
Moreover, they believe many observers almost automatically look for things to criticize and also bad practices in observing cause 
them great problems and damage their confidence. This study’s findings contribute to a better understanding of the role of 
supervision in EFL classes and teachers' attitude towards it. Additionally, some useful implications are proposed based on 
research findings for the conduct of teaching practice on pre-service language teacher education courses in Iran and more 
generally; suggestions for future research are also discussed. 
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1. Introduction 
Like them or loath them, classroom observations are a part of school life. Observations continue throughout a 
teacher's career, whether they are part of an inspection, peer observations, or routine monitoring by senior managers. 
At best, they can provide a positive critical framework for evaluating your practice, improving your skills, and 
developing your strengths. At worst, they can pile on the stress and dent your confidence (Leaman, 2008). Since 
young teachers may not be well-informed about new techniques, approaches in the complex characteristics of 
learning and teaching, supervision can serve as a training approach and support service for teachers by means of 
systematic cycles of planning, observation, and intensive analysis of actual teaching performances. 
 
Teacher observation is an important component of supervision, and there are various ways that teacher 
supervisors can approach this task. There are also many positive reasons for conducting teacher observations. 
Observations can give administrators an understanding of how teachers are carrying out instruction; the ways that 
curriculum, materials, and special projects are implemented within and across levels; difficulties that students may 
experience; advantages and challenges of using technology; and promising instructional practices that can be shared 
with other teachers. 
2. Literature review 
Defining supervision is quite a daunting task as some definitions seem to be incompatible with one another. In 
language education, supervision has been defined as ''an ongoing process of teacher education in which the 
supervisor observes what goes on in the teacher's classroom with an eye toward the goal of improved 
instruction''(Gebhard 1990: 1). A supervisor is ''anyone who has … the duty of monitoring and improving the quality 
of teaching done by other colleagues in an educational situation'' (Wallace 1991:107). 
 
Goldsberry (1988) comes up with three models of educational supervision outlined as (a) nominal (b) 
correcting and (c) reflective model. The primary goal of nominal supervision is to maintain status quo. This type of 
supervision is preferred when time is limited and when the supervisor is attempting to comply with standard legal 
requirements. The prescriptive model is geared toward diagnosing the problem and subsequently treating it. For this 
reason the supervisor is expected to possess diagnostic skills and considerably higher knowledge than the teacher 
being supervised, in order to maximize benefits of expertise. The final model of reflective supervision leads teachers 
to think about their teaching as much as their actual teaching behavior. The reflective model “is based upon using 
and developing the expertise of the teacher to examine ideal purposes and procedures for teaching, and to refine 
present performance accordingly'' (Goldsberry, 1988, p. 7). Clark’s (1990) model is based on six different roles a 
supervisor may have. Specifically the roles are judgmental, non-judgmental, clerical, cooperative, responsive and 
clinical supervision. The current literature also suggests other supervisor-based categories of supervision such as 
mentor, consultant, counselor, coach, cooperating teacher, inspector (Acheson & Gall, 1997), and supervision as 
leadership. Freeman (1982) suggests three approaches to teacher supervision depending on the role of the 
supervisor: 1) the supervisor as an authority 2) the supervisor as a provider of alternative perspectives 3) the 
supervisor as non-directive figure. Gebhard (1984) appears to have expanded on Freeman’s model and comes up 
with five models of supervision: 1) directive, 2) alternative, 3) collaborative, 4) non-directive, and 5) creative. 
 
Annual review of teacher performance is the most common purpose of classroom observations. Supervisors 
generally use a standard observation form or checklist, which they complete while observing the lesson. After the 
lesson observation, the supervisor and teacher meet for a post-observation conference to discuss the strengths, 
challenges, and areas for improvement of the teacher’s practice. Some of the areas that a supervisor may focus on in 
an adult ESL language lesson are classroom management and organization, classroom interactions and student 
participation, student and teacher attitudes, use of resources and materials, language teaching techniques and 
methodologies, and evidence of language acquisition and learning (Stoller, 1996). Research has recently been 
conducted on the supervisory process from the standpoint of supervised English language teachers by Kayaoglu 
(2012). More specifically, the research answers whether teachers are really helped in improving their teaching and 
finding solutions to their work related problems as part of in-service training. In support of diary reports taken from 
teachers, the questionnaire which involved 72 items about the supervisory process reveal that supervision appears to 
fail to live up to EFL teachers’ expectations within the current practice. From most of the surveyed EFL teachers’ 
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points of view the current supervision is not of pedagogical or professional value and does not have a positive 
impact on teacher performance. In a similar vein, Chieng' and Borg (2011) investigate the process of supervision by 
teacher educators and its influence on English language student teachers during a practicum in Kenya. The analysis 
suggests that supervision was brief and un-coordinated and that the feedback student teachers received was mainly 
evaluative, directive and focused on general, rather than subject-specific pedagogy. Student teachers’ concerns 
during the practicum were related largely to pleasing their supervisors and obtaining a pass mark, and this limited 
the extent to which student teachers developed the pedagogical reasoning that is considered to be the main goal of 
teaching practice by both the Kenya government and current literature in the field of language teacher education. 
 
Irrespective of whether supervisors are aiming primarily to support or assess, a typical part of their role is to 
observe student teachers teaching real classes and to discuss lessons with them during a post-observation 
conference. Various models of supervision (such as directive and non-directive approaches) have been discussed in 
the LTE literature (e.g. Freeman, 1990; Gebhard, 1990), and which suggest ways in which supervisors might 
structure these post-observation discussions; empirical analyses of how these work in practice is however scarce.  
The hierarchical relationship between teachers and supervisors has even been called a “private cold war” (Blumberg, 
1980, p. i) because of the fact that supervision in some sense refers to “unpleasant responsibilities such as providing 
negative feedback, ensuring that teachers adhere to program policy, and even firing employees if the need arises” 
(Bailey, 2006, p. 5), indicating a certain level of tension in the relationship between the two parties. Therefore, it is 
of utmost importance to explore the process from the teachers’ points of view, on their genuine experience, if 
supervision is to be an integral part of teacher education for the professional development of in particular, young 
teachers rather than a bureaucratic administrative school-based routine practice. 
 
It is interesting to note, in relation to the professional preparation of supervisors, that the available literature 
does not provide research pertaining to the training of supervisors. This strongly indicates that a great many 
supervisors carry out their supervisory responsibilities without receiving any formal training or preparation. Instead 
they simply rely on their automatically inherited qualities. 
 
2.1. The Iranian context 
 
The English teachers whose experiences are reported in this article had completed all their coursework at one 
public or Azad University. Language teachers in these institutes have different qualifications such as: FCE, CAE, 
CPE, and IELTS certificates and most of them are university graduates .In these language centers (Safir, Kish and 
Bartarin) when they pass the first step which requires the head office (Tehran) confirmation, they will have training 
orientation for a week. If they meet the requirements, they observe the experienced teachers classes in order to be 
familiarized with the system and gain some experiences. Furthermore, in this system the teachers are observed once 
or more each semester and they receive some feedback in a session called "briefing session" relevant to other 
activities that will support teachers professionally. It can be pointed out that teachers meetings (TM), on job training 
programs (OJT) and teacher training courses (TTC) are also organized to which attendance is of great importance. 
Taking Kish institute into account, those who want to teach in this institute should pass a TOEFL exam. After 
getting the appropriate score, the participants should take part in an interview. Then they have to pass the TTC 
course and finally they would perform their first teaching experience which is called “Demonstration”. They would 
be observed in that exam by the supervisor. And their ability of teaching would be scored according to a checklist. 
In this assessment sheet three factors would be checked such as: personal characteristics, technical characteristics 
and command of English based on the level, and the teachers who pass this process successfully would be allowed 
to teach in this institute classes. During the terms each of the teachers would be observed at least once. Different 
factors would be checked in details such as their ability to involve to students their ability to give meaningful and 
clear instruction, their methods of assessment and feedback, their language proficiency and level of adaptation, etc. 
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For each of these factors the teachers would receive different scores named "effective", "promotable", and 
"Missing". 
It should be mentioned that the observation in this institute has two forms: "expected" and "unexpended". In 
expected observation which is more common, the teachers would be asked to explain the objective of the lesson 
before observation and also after the observation the teacher and supervisor would meet each other in a briefing 
session to discuss the ideas and the teacher's performance in the class. Following the briefing session, based on the 
observation checklists, teachers would be categorized into three groups of "below standard", "standard" and "above 
standard". Also the teachers' weak points would be recorded at the end as well as strong points to be checked in the 
next observation sessions. Considering the current process of observation in Iran, It should be mentioned that 
recently, observation is performed in most of the institutes such a Kish, Safir and so on. 
3. Method 
The aim of this study is to find out through qualitative and quantitative analysis of collected data what 
language teachers' perceptions are concerning educational supervision. 
3.1. Participants 
Thirty four non-native teachers, twenty of them working for Kish English Language center, ten of them for 
Safir and four of them for Bartarin language center in Rasht-Iran, who also teach English in different schools or 
institutes, participated in this study.  
The educational system in these Language institutes consists of three types of classes: Termic, Intensive and 
Fridays which overall provides twenty sessions each semester. 
3.2. Research instruments 
3.1.1. Pre-questionnaire 
A pre-questionnaire was administered to the teachers before they started answering the post-questionnaire. 
This section asked the subjects their age, gender, academic degree, previous experience in the related field. 
3.1.2. Post-questionnaire 
A post-questionnaire was administered to the teachers after their last English class session in 2012- 2013 
Academic Year. The purpose of the post-questionnaire was to find out English language teachers' perceptions of 
educational supervision which were studied on these five subcategories: 
1. General Evaluation of Supervision by EFL Teachers 
2. Teachers’ Perceptions of the Mode of Supervision 
3. Teachers’ Views about Contributions of Supervision to their Growth 
4. Teachers’ Manners and Reactions towards Supervision 
5. Before, while and after observing 
 
The content validity of this questionnaire was established through a review of five professors working in 
universities, and then some slight changes were made based on their recommendations. Later, the questionnaire was 
piloted in a group of 12 English language teachers, who were also asked to comments on the appropriateness and 
ease of the survey instrument, which led to simplifying the wording of some items. After all revisions, to make sure 
of the reliability, the Cronbach's Alpha Coefficient was used and the reliability was (0.90) for the questionnaire. 
3.1.3. Interviews 
The researcher interviewed six teachers from participants to check teachers' responses to the post-
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questionnaire and to find out more information on their responses which was not possible in the post-questionnaire. 
Hence, interview questions contained six items. The interview questions appear in full in the appendix. 
 
 
4. Data analysis and Results 
Thirty four copies of the questionnaire were distributed to the targeted sample at the end of 2012-2013 
Academic Years to choose the suitable statement given five point Likert-scale, ranging from Strongly Agree 
(SA) to Strongly Disagree (SD) and the data was tabulated and analysed by using the Statistical Package for 
Social Sciences (SPSS). 
Table 1 : General View of Supervision by EFL Teachers      
The current supervision Strongly 
Agree 5 
Agree  
4 
No idea 
3 
Disagree 
2 
Strongly  
Disagree 1 
1. is useful for teachers 35.3 14.7 23.5 11.8 14.7 
2. is necessary for novice teachers 58.8 23.5 11.8 2.9 2.9 
3. mostly for paperwork formalities and regulations 17.6 11.8 35.3 29.4 5.9 
 
Table 1 deals with general approach of EFL teachers towards the current supervision they were exposed to. An 
overall analysis of 3 items in the table strongly indicates that most of the EFL teachers appear to have developed 
positive attitudes towards the supervision. It is remarkable to note that 58.8 % of the EFL teachers believe the 
current supervision practice is necessary for novice teachers. With this finding in mind, it is not surprising to find 
that most of the teachers found the current supervision practice useful. Nevertheless, it is also equally important to 
note here, in spite of teachers’ apparent positive feelings, that the plurality of the teachers (17.6 %) still believe the 
current supervision is mostly for paperwork formalities and regulations. 
Table 2: Teachers’ Perceptions of the Mode of Supervision      
The current supervision Strongly 
Agree 
     Agree No 
idea 
Disagree Strongly  
Disagree 
4. Is more or less “looking for errors” and critical. 44.1 14.7 20.6 11.8 8.8 
5. is democratic rather than authoritative. 20.6 8.8 29.4 5.9 35.3 
6. Includes sharing mutual responsibilities and participation between the  
    teacher and the supervisor. 
14.7 8.8 44.1 11.8 20.6 
7. Is done with the aim of control, rather than teaching improvement. 44.1 14.7 26.5 8.8 5.9 
8. is collaborative rather than an inspection process. 26.5 5.9 14.7 41.2 11.8 
9. Puts the teacher under pressure  41.2 8.8 20.6 14.7 14.7 
10. Creates excitement in teachers      11.8 14.7 23.5 23.5 26.5 
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11. focuses mostly on teachers   58.8 17.6 8.8 8.8 5.9 
12. focuses mostly on learners 5.9 8.8 29.4 29.4 26.5 
 
Responses given to the items in Table 2 provide language teachers’ negative feelings about the supervision. 
From the teachers’ point of view, the current supervisory practice is mostly characterized by inspection and 
evaluation. It is hard to talk about mutual understanding, participation and involvement where there is fear (26.5 %) 
and feeling of being controlled and penalized. For the majority of the teachers (41.2 %), supervision is an inspection 
rather than a collaborative process, indicating that the relationship between the two sides is based on a hierarchical 
structure in which the supervisor dominates the whole process and there is not an appropriate atmosphere for 
involvement and collaboration in real sense. 
Table 3: Teachers’ Views about Contributions of Supervision to their Growth      
The current supervision Strongly 
Agree 
Agree No idea Disagree Strongly  
Disagree 
13. guides us in problem-solving    5.9 11.8 47.1 5.9 29.4 
14. provides educational materials and assists in teaching our courses  29.4 17.6 5.9 35.3 11.8 
15. increases our motivation and morale (sense of team-work) 8.8 5.9 35.3 26.5 23.5 
16. made contribution to our professional growth and developments 20.6 14.7 44.1 8.8 11.8 
17. increase my teaching skills and practice    14.7 11.8 41.2 23.5 8.8 
18. helped me to discover my shortcomings and improve them   11.8 26.5 35.3 20.6 5.9 
19. helped me to overcome instructional problems   26.5 29.4 23.5 11.8 8.8 
20. Damage my confidence and effectiveness 35.3 8.8 23.5 17.6 14.7 
21. provides the educational leadership     17.6 20.6 38.2 8.8 14.7 
 
As can be seen in Table 3, supervision fails to assist teachers in providing guidance in finding solutions to their 
problems in classroom. Supervision is far from providing leadership to teachers to be better able to improve their 
classroom performance. To our surprise, supervision which is supposed to be an important element of in-service 
training for the professional growth of teachers serves to decrease teachers’ motivation and confidence (35.3 %). 
Table 4: Teachers’ Views about the Process Prior to Supervision      
Before observing Strongly 
Agree 
Agree No idea Disagree Strongly  
Disagree 
22. I prefer that Supervisor checks my lesson plan before observing 
and discuss about it.
58.8 23.5 5.9 5.9 5.9 
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23. Teachers should be observed unexpectedly. 5.9 14.7 23.5 26.5 29.4 
24. Unexpected observation shows real performance. 8.8 26.5 20.6 20.6 23.5 
25. Teachers should be aware of observation criteria. 64.7 20.6 2.9 5.9 5.9 
 
Table 4 presents the Teachers’ Manners and Reactions towards Supervision. For the supervision to be effective 
and be of pedagogical value, the first meeting prior to the classroom visit is of utmost importance to ensure 
collaboration, participation, and mutual understanding. Surprisingly, the responses given to the last item in the table 
“Teachers should be aware of observation criteria “strongly indicate a perception by teachers in general that 
supervisors exercise their own power and authority over teachers. This obviously does not create a friendly 
atmosphere in which both sides discuss the issues in relation to the quality of instruction openly and fruitfully. 
      
After supervision I Strongly 
Agree 
Agree No idea Disagree Strongly  
Disagree 
29. Study the evaluation report carefully. 55.9 26.5 5.9 5.9 5.9 
30. Try to use the feedback to improve my teaching practice. 29.4 17.6 29.4 17.6 5.9 
31. Try to change my teaching method according to the feedback. 5.9 8.8 44.1 17.6 23.5 
32. Feedback is superficial and unsatisfactory. 41.2 8.8 23.5 11.8 14.7 
33. I am not sufficiently challenged and involved in briefing 
discussion. 
44.1 14.7 29.4 5.9 5.9 
34. I follow my teaching style and ignore his ideas. 58.8 11.8 17.6 5.9 5.9 
35. The feedback damages my confidence. 35.3 17.6 20.6 8.8 17.6 
 
 
Table 5 deals with the periods during and after the supervision. The findings suggest that a substantial number 
of teachers feel irritated and tense due to the presence of the supervisor. The data does not allow us to account for 
Table 5:  Teachers’ Views about the Process during and after      
During observation, I Strongly 
Agree 
Agree No idea Disagree Strongly  
Disagree 
26. try to please supervisor and teach the way he is satisfied 67.6 11.8 8.8 5.9 5.9 
27. ensure supervisor that I adhere to the program policy 35.3 20.6 26.5 11.8 5.9 
28. Worry about the consequences of getting the unsatisfactory rating 
by supervisors and even being fired. 
32.4 23.5 20.6 14.7 8.8 
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reasons. Nevertheless, the fact that a great number of teachers are well aware of supervisors’ taking notes while 
observing, may serve enough to alert the teachers. As in the pre-conference, the post-conference also appears to be 
lacking a systematic, well-planned session given the fact that 58.8percent of teachers stated they follow their 
teaching style and ignore his ideas. This means that teachers do not know much about what to reflect on. 
 
5. Qualitative results 
Interview questions were mainly meant to gather data on EFL Teachers' Perceptions on Supervision other than 
those included in the Likert Scale items and also on their experiences of supervision which were barely addressed in 
the literature. The items eliciting qualitative information were in fact intended to produce further complementary 
ideas adding to the opinions surveyed quantitatively rather than to substitute or to triangulate quantitative data. 
Except for questions number 1, the other questions were designed to elicit opinions of the participants in relation to 
supervision. The other questions asked about their last observation experiences, their satisfaction of observing 
system in their language center, important things to be observed and their suggestion to improve observation quality. 
 
The participants' qualitative reports were content analyzed. Content analysis involved '' identifying, coding, 
categorizing, classifying and labeling'' the basic patterns and themes of qualitative data elicited from the participants 
(Patton, 2002, p.463). The content analysis of the teachers' interview responses revealed teachers generally resist 
being observed, feel nervous when being observed and do not perform well during observation. As one of the 
teacher said:   
"I know I can teach, but the idea of having my practice scrutinized always makes me anxious. I never perform 
as well during observation lesson as I do in general, because my nerves get in the way. It used to infuriate me 
because I knew I wasn't showing off my true capabilities, but now I just reassure myself that I know my own worth, 
and that other people's opinions don't really matter. Ironically, since I have started thinking like that, I've definitely 
felt less nervous". (Teacher 3) 
Regarding their experiences of observation teachers believe that supervision largely involved supervisors 
providing evaluative and directive feedback. Feedback typically focused on what the student teachers had done right 
or wrong, on assigning grades to various categories of performance and on telling the student teacher what to do 
next time. The student teachers’ role in feedback sessions was largely a receptive one. Teachers mostly cited lack of 
time as an obstacle to that mutual discussion; as one of them stated: ‘We rarely have time for presenting our own 
views (teacher 4). The teachers’ interviews also indicated that the process of supervision was mainly directive: 
"Being English teachers we always just say yes to every assessor because you do not want to argue with them 
… of course you cannot explain anything; you just say yes madam or, yes sir, it’s ok. These are your assessors, and 
they are supposed to grade you at the end of the day, because you don’t want to lose marks, you just have to go with 
whatever they say. But I wish they could ask us our views about the lessons". (Teacher 1) 
 
 As an answer to the second question one of the teacher said "In their comments, supervisors talked about the 
preparation of schemes of work and lesson plans, writing learning objectives, maintenance of records such as 
learners’ attendance and test scores, and records of what had been taught. They also talked about the involvement 
and rewarding of learners, procedures such as introduction, development and conclusion of a lesson and the use of 
teaching aids". And a teacher, as an example, commented, ''It was useful to some extent, but as the time went on it 
turned to a repetitive and formal task in which there is no new ideas or inspiration''. (Teacher 2) 
Teachers' perception in this interview regarding their satisfactions of observing indicates that the primary 
impact of supervision on them was fear. The fear of supervision was a sentiment shared by all teachers in their inter-
views and thus teachers’ practices were consequently powerfully constrained by a perceived need to please the 
supervisors it motivated student teachers to remain vigilant at all times: the fear of receiving a poor assessment 
meant they had to be prepared for unannounced visits. One of the teachers argued along the following lines, for 
instance: ''you have to work hard to earn your marks. I am quite scared of them, they can give you a grade that is 
below average, your life will depend on what they will write on the assessment sheet … Am not being pessimistic but 
anything can happen! You can really prepare well and not impress the assessor". (Teacher 5) 
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Another reason for this fear of supervision seemed to be the fact that the teachers were not quite clear of what 
the supervisors would be assessing. All the teachers stated that they were not briefed about supervision. For 
example, a teacher said: 
"We were not told the specific things they will be looking for. I only have a rough idea … Maybe the teaching 
method; they behave like a student in the class". (Teacher 1) 
''If there were some fixed standards for the teacher and the observer, the process of observation would be so 
much easier and less stressful''. (Teacher 6) 
"When we know the assessor is coming you make your lesson plan according to what you think will make them 
happy, even making some funny things in the name of teaching aids – that we don’t use in other days … you need to 
look for marks! Have the files neat, organizing the lesson plan and maybe putting some things in order. When we 
don’t expect them, you just, prepare what you know the students will enjoy and be more flexible". (Teacher 3) 
 
All the teachers here added that even the learners were alerted and specially prepared when supervision was 
likely. One teacher noted that: 
"I just inform them [learners] like today when I suspect the supervisor is coming tomorrow. I tell them I will 
teach you this, maybe nouns … and then they will be aware of what I am going to teach them the next day. So, the 
next day when I ask a question all their hands are up … I can’t just go to class and tell them to participate. Yeah, 
they need some time to prepare". (Teacher 2) 
 
In contrast to this drive to please supervisors, all the teachers felt that they taught in a more comfortable 
manner when supervisors were not in class and that under those circumstances they had a chance to try out 
techniques that they would not want to ‘take chances with’ during supervision. As one teacher explained: 
"One thing that is really bad is that the time a teacher teaches without a supervisor she is very comfortable, 
because there is no one there for her to please, she’s there to teach and free to try out things as someone practicing 
teaching you know … But when the supervisor is seated in class, things change. Like when my supervisors came, I 
kept looking at them, and my learners, as in: have I done something wrong … are the learners behaving well?" 
(Teacher 6) 
 
6. Conclusions 
The result of any lesson observation should be to improve the quality of teaching and learning, but this won't 
happen if teachers have their confidence knocked by the experience. Feedback should be positive and encouraging, 
as well as constructive; and if not, there should be room to challenge judgments that seems unfair. Supervision is 
considered to be a deliberate intervention into the instructional process with the aim of improving instruction 
assuming a professional working relationship between teachers and supervisors. As an important element of in-
service training, it is believed to bring about positive changes among teachers in improving and enriching the quality 
of school teaching. Consistent with this belief, most efforts are directed towards providing leadership primarily for 
teachers to be able to improve their classroom performance and make the school a more effective learning 
community through continual growth. Basically, supervision consists of all the activities leading to the improvement 
of instruction, activities related to morale, improving rapport, in-service education and curriculum development. 
 
It is self-evident that the current supervision that teachers of English does not lead to the growth of teachers 
and to the improvement of instruction. From quantitative and qualitative findings, most of the EFL teachers were 
found to be pessimistic, depicting the current supervision as a negative experience and supervisors as bureaucratic 
administrators. Unfortunately, its impact has, in some instances, been detrimental to the extent that it would rather 
be forgotten, causing teachers to lose their respect for the supervision and the supervisor. Some of the negative 
attitude towards the supervision results from the fact that most of the supervisors supervising EFL teachers have no 
expertise in the field, and fail to diagnose problems specific to the field and recognize the complex characteristics of 
learning and teaching a foreign language. It would not be fair to blame supervisors for all the misfortunes and the 
negative loaded atmosphere. Given the fact that supervisors do not receive much professional training to be a 
supervisor, they inherently act on the traditional old conception of supervision which can be summarized as 
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positional authority. This situation poses a very big threat to the meaningful involvement of teachers, mutual trust, 
professional respect and a sense of constructive dialogue to grow. 
 
In order for the supervision to be of a pedagogic value, there should be a very strong commitment to 
democratic involvement when working with teachers in the sense that collaborative-decision making and 
professional working relationship between the two sides should be ensured. This should not be something done for 
or to teachers but with the teachers, necessitating a very well planned pre and post conference to be based on 
objective data. In terms of improving observation qualities, teachers proposed different ideas like familiarizing 
supervisors of circumstances under which teachers teach (atmosphere of the class, students), criticize in a friendly 
ways when they disagree with everything the teacher has done and are expected to behave with the professionalism, 
courtesy and respect, clarify the observation process for the teachers, do not write anything in class while observing 
and there should be a team of trained supervisors for observing and this way help teachers to exchange their ideas 
with them. 
 
To conclude, therefore, we will list some of the questions emerging here which can provide the starting point 
for debate about English language teacher education in Iran and which may stimulate further research:1. How can 
communication between supervisors and teachers be improved? 2. What support do supervisors require to better 
enable them to supervise student teachers across a range of subjects? 3. What opportunities can be created for 
teachers to experiment, take risks, and reflect on their experiences? Further research, though, both in Iran and 
elsewhere is required to generate the empirical insights required for informed decision-making about appropriate 
ways of organizing language teacher education. 
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Appendix 
Interview Questions 
1. Describe teacher observation system in your language center. 
2. How did your last lesson observation go? Was the feedback what you wanted it to be? Did you feel it was a fair reflection of the 
lesson itself, and of your teaching in general? What effect did the feedback have on your confidence levels? 
3. Are you satisfied with current supervision system? 
4. What is important to be observed? 
5. What can be done to improve supervision? 
Is there anything else you would like to share from your experience with supervisory practice? 
